identified 10 questions critical to consider when analyzing management skills education. This article advances the discussion of management skills teaching by describing the design and delivery of a skills course that simultaneously addresses all 10 questions as well as two more concerns heretofore largely neglected-culture and course evaluation. The latter are particularly important to examine given the global nature of business, cultural heterogeneity of students, and increasing emphasis on program assessment within colleges of business.
OVERVIEW
For purposes of clarity, the questions posed and answers provided are subdivided into three sets: (a) preteaching considerations, (b) the class itself, and (c) application and evaluation. After examining each of these course dimensions, the article addresses the extent to which the course, as designed, might be applicable to other student populations. It also outlines some of the challenges encountered. In addition, it considers other methods and tools that might be incorporated into a course that seeks to enhance managerial skills.
Preteaching Considerations HOW CAN WE DESCRIBE SKILLS? WHAT DOES SKILLFULNESS LOOK LIKE IN ACTION? WHAT IS THE RELATIONSHIP AMONG SKILLS? WHAT IS THE RELATIVE IMPORTANCE OF SKILLS?
These questions are central to the instructional process. The answers define the performance criteria students are expected to meet. Effective course design and materials can help students find answers to these questions and establish performance benchmarks for themselves and others.
What skillfulness looks like. One way that students can get some appreciation of what skillfulness looks like is by viewing videotapes that demonstrate management skills. Good videos that actually demonstrate how to do something such as handle an angry client effectively are hard to find. Most of the videos on the market simply exhort managers to delegate, enhance customer satisfaction, empower employees, value diversity, and so on. However, videos that demonstrate how to negotiate an agreement, mediate a conflict between employees, and exemplify other skills do exist. It is just a matter of sifting through the hundreds of titles available. (The appendix provides information about the sources of videotapes used in the class.)
In this course, eight commercially produced videotapes demonstrating six skills are used. The tapes range in length from 17 minutes to more than 1 hour. All not only describe the elements of a skill but also demonstrate how these elements might be applied in professional settings. The actors are demographically heterogeneous and occupy a variety of positions. Students' reactions to them have been very positive. Ninety-six percent of students who have taken the course indicated that the "professional videos enhanced my understanding, skill development and self-confidence."
The major drawback of videos is access. They are costly to purchase, and renting can create delivery date jitters for instructors. Moreover, rental precludes the possibility of convenient, unlimited review by students to enhance understanding of the material. Unlimited review is particularly useful when a large proportion of students in a class speak English as a second language. Because the tapes used in this course were purchased, students whose first language is not English can watch a tape repeatedly after class to fully understand the fast-paced dialogue, if they want. Many do.
Having students videotape each other while carrying out a role-play exercise also helps students see what skillfulness looks like. When they review the tapes in class they can compare across people and scenarios to see what works and what does not. For example, they can see what active listening looks like and the role it plays in defining skillfulness when interacting with an angry customer, or they can see what happens in salary negotiations if a manager is totally unassertive as compared to assertive in conveying his or her requirements. They can also see the effect of contracting with a listener to provide feedback at the start of a conversation on a listener's receptivity to information in a performance appraisal situation. By the time the class watches and engages in a guided discussion about how 10 different students handled the same scenario, participants are able to arrive at a consensus about what is more versus less effective behavior in the situation presented.
Relationship among skills. The relationship among skills can be demonstrated by sequencing skill learning and practice sessions so that the practice of simple but essential skills that are constituent elements of more complex skills precedes the practice of more complex skills. The process of negotiation, for example, involves many elemental but essential skills. (The appendix lists the skills covered at a conceptual level and describes the sequence of skills practiced in-depth within the course.) Sequencing also provokes students to appreciate the fact that skill mastery involves arduous but essential skill-building work. Moreover, starting with simple elements enhances their confidence that they will be able to master complex skills.
Relative importance of skills. The relative importance of various skills can be identified in at least two ways. First, if students complete a self-assessment instrument at the start, they can identify where they are strong and weak among the set of skills assessed. This helps them figure out which skills they need to really focus on in the absolute. Existing texts encourage this approach. In addition, the relative importance of skills can be identified by considering context.
In considering context, one can look at the relative importance of skills across positions. Or one can look at similar positions across situations such as different organizational and national cultures. This provides a sense of the relative importance of demonstrating a particular subset of skills across dif-ferent contexts and the variations in style that might be required. For example, asking students to identify the position requirements and specifications for a job that they seek to hold in 24 months helps them to focus their attention on the relative importance of developing selected skills. (This course assignment is described in more detail later under the question about how to engender long-term skill development.) In this course, students consider the skill set required of an individual working as a plant manager in the United States versus Mexico versus the People's Republic of China. They discuss the relative importance of demonstrating skills across varying cultural contexts (e.g., participative decision making and time management in comparison with other skills such as planning or managing change).
HOW CAN WE DEVELOP AN UNDERSTANDING OF SKILLS?
Most of the management skills teaching literature concentrates on conceptual understanding or behavioral skill. Students will either come to understand what a skill such as delegating is or be able to demonstrate effective delegation at some level of expertise. For a discussion of the performance objectives used in courses elsewhere, see Bigelow et al. (1999) . The course described here focuses on four outcomes: self-awareness, conceptual understanding, behavioral skill, and self-confidence. Self-analysis and the feedback students receive from others help to enhance these outcomes.
All of the feedback a student receives is referenced to a set of behavioral criteria that mark effective managers. These criteria are discussed in advance of the skill practice session so that students have a clear, conceptual understanding of the skill (its dimensions, its value, its impact, etc.). The student has the opportunity to compare his or her behavior and self-appraisal against these criteria as well as against the feedback he or she receives. (A sample set of behavioral criteria is contained in the appendix.) The use of videotaping permits repeated review of skill practice sessions to reduce major variance in ratings across sources. Using three separate sources of information about skill demonstrated mitigates some of the problems associated with selfappraisal (Gebelein, 1994) . It increases the likelihood that a student who considers herself or himself a "leadership legend" in her or his own mind but whom others see as "charismatically challenged" will take the perspective of others into consideration (Hughes, Ginnett, and Curphy, 1996) .
When the course was originally designed, increasing self-observation accuracy was not a learning objective. Initial student feedback suggested that this was a major and valuable outcome of the course. Consequently, later versions of the course made this objective official. It has become one of two metaskills that students practice throughout the term. The other is team lead-ership. Students are expected to practice and demonstrate these skills in every encounter they have within the course.
HOW CAN WE TEACH SKILLS IN A TIME-LIMITED COURSE?
There is no way to teach and learn all the skills that mark an effective manager in 10 to 12 weeks. The course described here covers some skills at an awareness level, whereas others are covered more in-depth. Bigelow (1996, p. 303) indicates that the time available in a single course is sufficient to provide a conceptual awareness around important skill topics but is by no means enough to provide in-depth skill learning on each. In truth, in a single course we can hope to sensitize learners to the skills, provide some basic skill learning, reward changes in performance during the course, and encourage their continued practice.
Based on Bigelow's (1996) perspective, this course is probably more ambitious than many in the extent to which it seeks to enhance in-depth skill learning among students. Everybody has to stretch to reach the outcomes envisioned.
Students study 28 skills and practice 7 in-depth: giving and receiving feedback, listening, mediating conflict, handling difficult internal and external customers, and negotiating agreement and commitment, plus two metaskills-team leadership behavior and accurate behavioral observation of themselves and others. Using cooperative learning practices helps make it possible to cover 7 skills in-depth within a 10-week period (Millis & Cottell, 1998) . The class of 25 undergraduate students is divided into five sets of five. They work in teams providing and receiving coaching with each other before, during, and after each skill practice session. Bigelow (1996) notes that skills teachers should have a functional knowledge of both basic organizational behavior concepts and how to structure an effective skill-learning process. In implementing a class, they should be able to establish a supportive learning environment . . . consistent [-ly demonstrate] congruence between what is said and done . . . coach and provide feedback . . . [and] intervene with individuals and teams in ways that help people help themselves and learn to solve their problems.
WHAT QUALITIES DO SKILLS TEACHERS NEED TO HAVE?
The course provides tremendous opportunity for an instructor to demonstrate a variety of skills called upon in management positions. It is a constant challenge to model the skills studied-listen effectively, provide constructive feedback, deal with unhappy customers (in this case, students), negotiate agreements individually and collectively with 25 individuals (50-75 if teaching two or more sections), and so on. It is, in fact, much easier said than done. Doing so requires regular self-scrutiny, self-reflection, openness to making mistakes, honest feedback, and a willingness to change oneself.
Apart from the fact that the instructor has to be able to demonstrate the skills studied, he or she also needs to be resourceful, expert, flexible, and interpersonally sensitive and to have a lot of practical business experience. The instructor must also be comfortable facilitating learning among students who individually and collectively often hold competing expectations about what they think is important, why something should be done, how to do something, or when it is appropriate to say and do certain things. Teaching management skills under these circumstances (particularly because of the very high affective element involved) makes it an intrinsically interesting and professionally rewarding experience.
The Class Itself HOW DO PEOPLE LEARN SKILLS?
Most management development teaching models include five components: assessment, learning, analysis, practice, and application. The course described here includes these elements. In addition, it incorporates a lot of reflection as well as information on research about factors that enhance longterm behavioral change in skill development among managers: a written plan, support, on-the-job experiences, feedback, and rewards (Hazucha, Hezlett, & Schneider, 1993) .
The process used to enhance skill learning includes the following steps (in simplified form): students (a) read about and discuss the management competencies (what, why, how, and when); (b) self-assess their ability to demonstrate a particular management skill using a variety of diagnostic instruments; (c) observe and analyze the elements that mark skillfulness by watching selected management skills expertly demonstrated by professionals on videotape; (d) discuss and study a set of behavioral guidelines for each competency; (e) practice demonstrating the behavioral requirements that mark skillfulness while being videotaped themselves; (f) assess their own skill and the skills observed in others; (g) review the videotaped skill practice sessions; (h) receive coaching from the instructor and other students; (i) complete behavioral observation and skill assessment forms on themselves and the other members of their team; (j) discuss what they have learned together with their team members and provide a written summary of this to the instructor; and (k) talk about issues in class that are relevant to the focal skill such as its connection with another skill, their inability or capability, some experience they have had at work, a difficult situation they face currently, and so forth. The instructor uses sports and medical practice analogies to explain this process so that students understand and appreciate the fact that this sequence of activities is routinely carried out by surgeons in training and players on professional teams. It is a process designed to produce pros (who are highly paid and/or highly skilled).
HOW CAN WE ORIENT LEARNERS TO A SKILLS COURSE?
A number of models have been advanced that specify the skills that are critically important for a manager to demonstrate. These include but are not limited to the Critical Management Skills Model (Whetten & Cameron, 1998) , the Profilor (Davis, Skube, Hellervik, Gebelein, & Sheard, 1992) and the Competing Values Skills (CVS) framework (Quinn, Faerman, Thompson, & McGrath, 1996) . Most research on managerial skills has focused on identifying the skill set managers need. When and why it is important to demonstrate these particular skills has not been the subject of much research. In general, available texts neglect to consider when and why. They just focus on what and how.
This course does address when and why it is important for a manager to demonstrate certain skills. Considering when and why introduces a level of complexity into the course that more accurately mirrors what is involved in demonstrating managerial skill, in the instructor's opinion. As Bigelow (1995) points out, Often managerial skills texts give the impression that managerial skillfulness is fundamentally the same as job skillfulness (simple, prescriptive, behaviorally dominated, measurable and easily learned with little practice). In considering conflict, for example, a text may identify a number of alternative conflict approaches, contingencies for choosing one or another, and guidelines for implementation. The person is then tested by asking him or her to determine the "correct" approach for a particular situation and then to apply the appropriate guidelines. (pp. 314-316) Managerial skills are actually much more complex. They are (a) interactive, nonroutine, and unfolding in expression; (b) involve multiple, possibly conflicting goals; (c) are frequently unprompted; (d) are applied based on the situation as defined by the manager; and (e) often require divergent thinking and innovative behavior.
Considering when and why in addition to what and how makes the course more intellectually stimulating, challenging, and fun. It moves the course up several notches in terms of cognitive processing from knowledge, comprehension, and application to analysis, synthesis, and evaluation. It also involves more affect. Moreover, it provokes students to question commonly held assumptions and standards they and others hold and might apply (e.g., ethical values) when they assess a situation, identify possibilities, act, evaluate what occurred, and reflect on what they learned from the encounter. It enhances self-reflexivity and their ability to think critically (Caproni & Arias, 1997) . Because the CVS framework is the only model that explicitly incorporates any criteria for identifying when and why it is particularly important to demonstrate certain skills, it serves as the major reference and departure point for the study of skills in the course.
HOW CAN WE OVERCOME LEARNER OBSTACLES?
A number of obstacles can thwart the learning process if not consciously acknowledged and addressed. The course involves a radical change in learning stance from passive to active participant. Achieving this change is particularly difficult for students who come from an educational tradition where they have spent 12 or more years sitting silently and listening to experts lecture. More important, the course involves a lot of self-disclosure. Students come to know each other and the instructor comes to know each student on a personal level. No one remains anonymous.
The videotaped skill practice and review sessions are very public and can create a lot of anxiety. Students may be afraid that they will look dumb, particularly those who do not have much self-confidence. Students who have excelled in courses that involve rote learning may balk at obtaining skill assessment scores that are less than perfect.
It is important not to underestimate these obstacles. One way of addressing them is by developing a clear learning vision about outcomes anticipated from taking the course. This can pull people through the tough weekly tasks they are expected to carry out. By starting with practice on the process of giving and receiving constructive feedback, it is possible to make sure that students have at least minimum skills for talking with each other about the skills they have and skills they need. As a consequence, they do not make deadly errors when talking about sensitive issues with classmates at the beginning.
The team format with round-robin discussion among members reduces the likelihood that silent students remain mute for any length of time. Addressing the need for self-reflexivity and behavioral flexibility among managers who operate globally early on in the course can encourage students who come from cultures where passive learning methods dominate to take a more active role than they have in their previous courses. This rationale is sometimes not enough. The instructor must constantly provide verbal support to students when they contribute to the discussion and talk privately with silent students about strategies they might use to enter into class discussion.
Working in teams provides some measure of social support when students "try on" behavior that is novel and deal with situations that are strange. The instructor emphasizes the idea that the class provides students with at least four other people who devote concentrated attention to them and intensively coach them to enhance their skill development over the course of 10 weeks. This may be the only occasion in the student's professional life in which this occurs. It is an opportunity many people never have. They would be wise to exploit the potential for personal development this course presents. Moreover, the stakes involved in making a serious mistake when handling a situation are much larger outside than inside the classroom. Consequently, it makes sense to practice now and practice hard. Dealing with skills that are successively more difficult throughout the course so that students experience initial success can reduce students' anxiety and boost their confidence as well.
To make sure that students have a realistic understanding of what the course entails, the syllabus includes a warning statement that informs them that the class is unlike any other they have ever taken. If they prefer a different, more traditional mode of instruction, they should opt out. Some do. Initial orientation to the setup and conduct of the course requires a minimum of 45 minutes. This time is essential to deal effectively with emotional issues such as those described above and establish mutually clear expectations about what is going to transpire in the class. Late arrivals are required to meet privately with the instructor so that no one in the class misses this orientation. The very high level of task interdependence among students in the course necessitates that everyone understands who is supposed to do what, why, how, and when.
The use of videotape, multiple assessment tools, assessment information from multiple sources, and feedback referenced to mutually agreed-on skill performance standards reduces the possibility that students will erroneously rate their skills high. (Details on the sources and methods used to appraise students'skills are provided immediately after considering culture in the next section of the article.) However, some students invariably overestimate their skill and balk when they obtain low skill assessment scores. When this happens, it is useful to review existing research on the typical results and reac-tions of managers who receive 360-degree feedback in organizations (Hughes et al., 1996) . It helps the students understand that their perspective and reactions are very common. This research suggests that managers with less than 3 years' experience typically obtain middle to high scores on fewer than 50% of skills when they are assessed. Naturally, their immediate reaction is typically surprise, then anger, then rejection, and finally, acceptance.
Sometimes a student actually has justifiably high scores. To determine if this is the case, the instructor meets privately with any individuals who assess themselves in the near perfect range on any skill at the start of the course. Students in the course are very heterogeneous in terms of their background and work experience. Some have no work experience at all. Others have significant management responsibility, which affords them a lot of opportunity to practice and perfect their management skills (e.g., regional manager for retail chain, former head of an employee union, etc.).
HOW CAN WE INCORPORATE CULTURE WHEN TEACHING MANAGEMENT SKILLS?
Culture has been largely ignored in discussions about managerial skills teaching. Managerial skills texts and reviews of texts are amazingly silent with respect to this issue. They are ethnocentric by default. Here, culture is handled in eight ways.
First, the instructor explains and the class examines one or more models of cultural values, assumptions, and beliefs (Hofstede, 1980 (Hofstede, , 1991 Kluckhohn & Strodtbeck, 1961; Trompenaars, 1994) . The aim is to ensure that students know the language used to distinguish one national culture from another, comprehend the concepts, come to appreciate the complexity of human behavior, and understand how ill advised it would be to assume other people hold the same values, assumptions, and beliefs as themselves. Then, students work in teams to identify the potential impact of cultural values on the definition of and need to demonstrate the managerial competencies covered in the class. Elashmawi and Harris (1998 ), Gesteland (1999 ), and Scarborough (1998 are useful references for this segment of the course. When the teams report out, the instructor summarizes existing academic research that deals with each competency.
This discussion of cultural values and their impact on behavior draws heavily on the intercultural experience of students who take the class. The students come from all over the world (e.g., Brazil, Democratic Congo, Vietnam, United Kingdom, former U.S.S.R., Hong Kong, etc.). Inevitably, at least one student raises some concern about stereotyping. The instructor usu-ally handles this topic two ways: (a) by talking about research on Anglo American versus Latino American (Mexican, Cuban, Puerto Rican, Caribbean, South American) cultural values and (b) by summarizing the advantages of stereotyping as articulated by Nancy Adler (1991) versus the disadvantages cited by students and others.
At some point, the class discusses each of the following: (a) the application of management skills across contexts; (b) the necessity of choosing from among alternative definitions of skills and ways of behaving; (c) contingency factors that exacerbate or mitigate the influence of culture; and (d) the ability of effective managers to improvise. In addition, the instructor focuses attention on the impact that culture has on the managerial skills assessment process itself, using literature in the field of psychological assessment and leadership development as a resource (e.g., Fulkerson, 1998; Hoppe, 1998; Kanungo & Mendonca, 1996) . The impact of culture is pervasive, affecting the behavior of people being assessed, what is assessed, the measures employed, the perceptions of observers, the judgments they make, the feedback process, the reactions of those who are assessed to data they receive, and the attitudes people hold about managerial skills assessment and development as a whole.
This discussion is supplemented with several self-assessment and skill practice exercises that deal specifically with differences in personal styles and values across people, organizational norms, and national cultures. These include creation of a culture compass (Chu, 1996) and completion of an intercultural negotiation skills self-assessment and practice exercise (Casse, 1981) as well as other activities culled from a wide variety of sources. These engage students more personally in considering the connection between culture, personal values, and managerial skills than discussion alone. They serve as a departure point for value-sensitive skills practice and communication of performance feedback by students throughout the course.
In addition to discussing and personally experiencing what, how, and when culture is important vis-à-vis managerial skill, the class considers why. It examines the extent to which businesses have embarked on international growth as a competitive strategy, the cultural heterogeneity of markets companies attempt to serve, and the demographic diversity of employees who work in organizations. Students are expected to be able to articulate the value of understanding cultural differences and be able to demonstrate some ability to interact effectively with individuals holding different cultural values from themselves as expressed in different styles of behavior.
HOW CAN WE DETERMINE THE STATUS OF A LEARNER'S SKILL LEARNING?
Seven assessment tools and three sources of information are used in the course as a means of appraising students' management skills. At the start and end of the course, students complete the CVS survey and plot the scores they obtain on a spider diagram (Quinn et al., 1996) . The diagram gives students a sense of where they might need to concentrate their attention. At the same time, the instructor weights the material in the course in accord with the consolidated class profile. Students use the second CVS survey, which they complete at the end, to create the management skill development and application plan designed to provoke more long-term learning. The substance of this plan is described more fully under the issue of lifelong skill development.
Before and after each skill practice session, students complete a written self-assessment. The initial assessment is either a multi-item, closed-ended survey including statements describing the behavioral characteristics of an individual demonstrating a particular skill (e.g., managing stress), or it is an open-ended, multi-item, critical incident sort of survey querying them about their experience in the past (e.g., describe the worst experience you have ever had in working within a team). This identifies what they know and typically do before practice or discussion regarding a skill begins.
After each skill practice and demonstration session, students assess themselves against the behavioral criteria that they are expected to demonstrate for a skill and submit this to the instructor for review. The form includes five short-answer questions: Immediately after a skill practice session, team members provide criteriareferenced verbal feedback to each other about what they observed and how they could improve. Students also complete a written postpractice assessment on each of the other members of their team referenced against the performance criteria. The instructor evaluates the extent to which the feedback students provide is consistent with the guidelines for constructive feedback (e.g., specific rather than general, descriptive rather than evaluative, etc.) and the extent to which the observations they make regarding others and themselves are accurate. Review of these forms versus the videotaped samples of demonstrated skill is the primary means of evaluating self-assessment accuracy. In addition, members of each team complete a written evaluation of each other in terms of the team leadership behavior each demonstrated. (The appendix lists the dimensions used in evaluating this competency.) Team leadership behavior is the other metaskill measured repeatedly over the term. Students are expected to be responsive to the feedback they receive (London, Smither, & Adsit, 1997) . Because the instructor receives five reports on each student over the term and the skills practiced later incorporate earlier ones, it is possible to track whether students are indeed responsive to the feedback they have received. All of the forms that students complete on their peers are confidential. Only the instructor sees them.
Multiple role-play scenarios provide the basis for assessing the management skills of students. Active listening is the only scenario that comes from the text. The remainder are standard situations (e.g., negotiating a salary increase or mediating a conflict between two interdependent department heads at odds with each other, etc.). Every 2 weeks, the student teams videotape each other as they attempt to demonstrate certain behavioral criteria that mark a skillful manager when dealing with a particular situation (e.g., interacting with an irate customer complaining about lack of service received from front desk employees at a hotel, etc.). Immediately after the videotaping, the class as a whole reviews the tape. Together, the students and the instructor comment on what the student did particularly well and on what the student might do somewhat differently in the future to demonstrate more skill (e.g., be creative and offer more options, acknowledge the individual's feelings, etc.).
Within the week, the instructor privately reviews the videotapes and provides written feedback to each student about the skill he or she demonstrated in the practice session. When there is a large discrepancy between a student's self-assessment of skill and the skill observed by the instructor on tape, the instructor discusses the matter with the student and invites him or her to review the tape together again privately. Exceptional concentration and perceptual acuity are required of the instructor when viewing multiple videotapes and grading students against a set of explicit behavioral criteria such as the sample criteria shown in the appendix. Occasionally, the instructor has erred. (This is uncommon but not unknown!)
Students also take five short-answer essay tests that cover textual material and lecture notes. These tests concentrate on students' conceptual understanding as opposed to behavioral skill (e.g., identify five basic interpersonal skills important for a person to possess when negotiating, describe the steps involved in using the nominal group technique, etc.). An introductory course in organizational behavior and principles of management is prerequisite to this class. Despite this requirement, students do not necessarily know basic management concepts or terminology at the start of the course.
The final exam for the class serves as the last means of assessing students' knowledge and skills. Students watch the film "The Flight of the Phoenix" and write an in-class essay about the three central characters. This exam asks students to (a) describe the skills they observe using concepts from the course; (b) articulate the skills required to handle the situation effectively; and (c) identify the impact of the skills they observe on the interaction among the individuals they watch and on the outcome that occurs. It tests their ability to apply the CVS framework and particularly their ability to recognize, understand, and explain the importance of context in defining management skill. (The dimensions used to evaluate their responses on this exam are identified in the appendix.) The film has some obvious disadvantages, including the fact that it contains an ethnic slur and an all-male cast. The instructor notes these before showing it. In spite of these problems, it has been an excellent vehicle for measuring performance. Bigelow (1996, p. 313 ) outlines some of the problems associated with each of two bases for establishing grades: an absolute standard or the degree of developmental improvement achieved. He raises the possibility that assigning grades on the basis of absolute standards may not be ethical if skillfulness is a result of a student's maturational level. He further suggests that there are substantial practical and methodological problems associated with using pre-post assessment data as a means of assigning grades. Problems include the chance that students will view any preassessment exercise "as a massive failure experience," resource constraints, artificial learning effects, and potential distortion of information if self-assessment data are tied to grades. According to him, "Few teachers have been able to make this design work" (p. 313).
SHOULD WE GRADE SKILL LEARNING ON AN ABSOLUTE OR RELATIVE BASIS?
Grading in this course is based upon students' ability to demonstrate achievement vis-à-vis established performance standards for each of the assignments. The standards focus on whether students know what, why, how, and when it is important to demonstrate managerial skills and can translate this into practice in simulated managerial situations. The multimethod, multisource data described in the preceding section on assessment provides a wealth of information about students' performance versus standards (such as those outlined in the appendix) with which to assign grades.
Application and Evaluation

HOW CAN WE MAKE SKILL DEVELOPMENT LIFELONG?
Asking students to write a skill development plan can enhance application. The plan assigned in this course requires students to (a) complete a skills self-assessment at the start and end of the course; (b) identify their professional responsibilities within a 2-year time span; (c) outline the skills that they need to enhance and practice in light of their skill set and professional responsibilities; (d) create a set of professional development goals; (e) develop an action plan with specific activities they will carry out over an 18-month period; (f) specify the support and resources necessary to make it happen; and (g) identify the potential payoff to themselves (personally and professionally) and to the organization where they work.
When assigning this task, the instructor emphasizes the fact that changes in the competitive environment of organizations over the past decade have placed responsibility for professional development squarely on the shoulders of managers themselves. Students are provoked to adopt a "free agent" mentality. They appreciate the need to develop and demonstrate a high level of skill mastery. In independent course evaluations, 100% of students who have taken the class indicated that they either already had or anticipate they will use the skills they learned in their daily lives.
Many students in the class face a lack of active support for skill development from others with whom they interact. They are nevertheless committed to improving their skills. For these students, the course provides a first and welcome opportunity to learn about and practice managerial skills. For example, one student wrote, I come from a Mexican family that never valued education. Both my parents are illiterate. They went as far as the sixth grade of education in Mexico. I have been the only one to graduate from high school out of a family of eight. I will be the only one that has attended college and will be actually graduating this year. . . . I feel that I have improved in almost all [the] competencies because now I have a sense of self-awareness and conceptual understanding of the competencies. . . . I am confident that some day I can master these skills, if I practice and incorporate them in my job and use them around my friends and family. I feel that I can already successfully demonstrate competence in giving feedback, listening and solving conflict. I have already started incorporating these three [sets of] behavioral guidelines in my every day life.
COURSE EVALUATION
The process of evaluating a management skills course has not been the subject of much discussion in the management education literature. Generally speaking, teachers report on outcomes only in the most general terms. They do not directly measure results achieved in comparison with objectives sought (e.g., Bigelow et al., 1999) . As noted at the start of this article, recent calls to step up the amount, quality, and pace of assessment activities carried out within colleges of business make it more important than ever to talk about how to evaluate a management skills course (American Association of Collegiate Schools of Business, 1999) .
The learning outcomes sought in this course are somewhat different from those identified in articles that summarize the philosophy and pedagogy of management skills courses offered elsewhere. As noted already, this course aims to enhance students' self-awareness, conceptual understanding, behavioral skill, and self-confidence. Because the standard class critique that students complete does not measure any of these outcomes, the instructor asked a colleague to carry out an independent evaluation of the course. The format of this form and the results obtained are described below.
Students complete a four-page form containing 25 Likert-type and openended questions at the end of the course. The survey is subdivided into eight sections. These are understanding, skill development, confidence, selfawareness, overall attitudes, specific course components, comments and suggestions, and demographics.
Results have been extremely positive. One hundred percent of students who have taken the class report that as a result of the course they now (a) understand how to perform the skills effectively, (b) can effectively demonstrate the skills practiced, and (c) gained self-confidence. Overall, 100% indicated that they learned a lot, the skills taught are relevant/career-related, and they would recommend the class to a friend. Of course, potential demand effects and the post-only nature of the course evaluation cast doubt on whether these outcomes have indeed occurred and whether they can actually be attributed to the learning experience designed and guided by the instructor. Independent testing of students' competencies before and after taking the class would enhance confidence in the results that they report regarding the added value of the overall course and its constituent parts to their education. Despite these shortcomings, the evaluation component provides substantially more formative and summative information with which to evaluate and modify the course than that reported by other instructors at other institutions (e.g. Bigelow et al., 1999) .
In ranking course components, students placed the process of making and critiquing the videotapes they created at the top. This has turned out to be a very rich source of learning. The following comments summarize students' perspectives on this process (McEnrue & Washburn, 1998) :
Preparing to make the video. Students observed that they were more diligent in preparing to perform the skills when they knew they were going to be critiqued by the class. One said, "The camera forces you to prepare."
Practicing the skills in role-play on camera. Students acknowledge that there is a difference between thinking you know how to do something and actually doing it. They thought they could perform the skills easily in some cases, but actually performing in front of others and the camera is itself a stimulating learning experience. "You really learn when you have to do it."
Seeing themselves in the video playback. The video, like a mirror, was a revelation and a motivator to perform better. "I didn't realize I was slouching," said one. "When I saw the video I realized I wasn't being clear," said another.
Receiving feedback from others. Students said the comments from others were not always what they expected. "They said I had an attitude. I didn't think it showed," admitted one student.
Students' suggestions for future classes have included (a) extending the amount of time and/or reducing the amount of material the course covers, (b) making the course a requirement for business students, and (c) creating follow-on courses to cover some skills in more depth (e.g., project management, negotiation, etc.). In addition, they have made a number of specific suggestions, which the instructor has implemented over time. These include providing written feedback to students from the instructor after a skill practice session, increasing the emphasis on working effectively in teams, and modifying the peer evaluation form to make it less complex.
They have complained that filling out all the written feedback sheets required is tedious and time-consuming and that the text is difficult to read. Despite these complaints, the instructor has not changed this requirement or the text. The process of completing the feedback sheets focuses students' attention on the behavioral guidelines, enhances the quality and amount of feedback students provide to others, increases students' efforts in demonstrating effective group leadership skills, and increases their accountability to each other in accomplishing their team's goals. The text is the only book on the market that includes any criteria for identifying when and why it is particularly important to demonstrate certain skills as opposed to others.
As noted earlier, this course aims to enhance students' self-observation accuracy in addition to behavioral skill, conceptual understanding, and self-confidence. Observational accuracy and self-awareness turn out to be important to measure because they help to explain how students might give themselves a lower evaluation at the end of the course than at the start. A significant percentage of students report pre-post CVS skills self-assessment difference scores in the negative range when they write the skill application and development plan they submit at the end. They explain this result by describing how much they didn't know about a skill but thought they did at the start. (Obviously, negative pre-post skills difference scores pose a potential problem to people concerned about course evaluation and program assessment.)
In addition to the course evaluation data described above, the instructor seeks feedback from students at the midpoint. Students anonymously submit information about what they like least and what they like most, along with one specific suggestion for improvement. They also indicate whether they want the instructor to reconfigure the teams. To date, all but two students have opted to keep existing teams intact. Nevertheless, the instructor has continued to ask about team reformation at midpoint, because many students at the start are leery about working in teams. The instructor offers this option to quell their fears. The time it takes to obtain this feedback is well worth it.
APPLICATION TO OTHER STUDENT POPULATIONS
There is considerable heterogeneity on all dimensions among the students who take the class (employment history, professional interests, nationality, age, etc.). Among students in the pilot version of the course taught 3 years ago, 50% had experience as a manager/supervisor. Thirty-six percent were female. Sixty-eight percent had 3 to 13 years work experience. Eight percent had none. Sixty-seven percent had received most of their education in the United States. Hong Kong, the former U.S.S.R., Brazil, the Democratic Congo, and Vietnam were among the other nations where students had obtained most of their education. Fifty percent had taken the courses prerequisite to this class that theoretically should have provided them with what they needed to know in advance of taking this course. Subsequent sections of the course have been at least as if not more heterogeneous in terms of students' backgrounds, initial skill levels, expectations, and the learning methods to which they were accustomed. Thus, it appears that the value of the class is not limited to a particular type of student.
When creating the pilot course, the instructor was particularly interested in ensuring that it would simultaneously meet the needs of international students as well as those from the United States. This concern provoked the instructor to become much more aware of how culture affects the design and conduct of effective instruction and to explicitly include culture in the content of the course. (For a more detailed discussion of its impact, see Elashmawi & Harris, 1998, pp. 157-168 .) It also provoked the instructor to obtain very specific evaluation and demographic data to subsequently alter the design, if that proved necessary.
Although the course is preformatted in terms of the skills on which it focuses, it is possible to tweak the set of skills covered and modify how it is delivered so that it meets the needs of everyone. The initial assessment data obtained from students permits the instructor to shape what he or she does to match the consolidated profile of the class and create a learning experience that is custom to their skill-building needs, educational backgrounds, and interests. Then, ongoing observation as the class proceeds permits adjustment. The instructor has to be acutely sensitive, flexible, and able to work remarkably hard to make the course work for everyone. Summary and course component evaluation data obtained from students across the board suggest that the teaching expertise and effort devoted to this course have been worthwhile.
As noted earlier, students in the pilot version of the course recommended that the department make the class mandatory. Now it is a requirement for all management majors. In addition, every other department (e.g., accounting, marketing) has created a course customized to its professional specialty using this class as a template.
CHALLENGES IN IMPLEMENTATION
Getting the funds to purchase the video cameras and professionally produced videotapes was a major hurdle encountered at the start. The cost was substantial. A second major challenge was conceiving how to handle indepth behavioral skill development along with development of conceptual understanding and other performance outcomes within the time constraints of a single course. Extant articles such as Bigelow (1996) primarily raised questions about time constraints and other topics instead of providing specific answers to this and other questions. The third major challenge was becoming thoroughly familiar with available research and theory on crosscultural management behavior. It was a daunting task because existing literature in the field of management skills education did not address the issue of culture in depth.
Conclusion and Next Question
There are a lot of other methods and tools not discussed in this article that instructors might want to investigate (e.g., use of stakeholders in defining skills, in-basket tests, personal journals, outside assessors such as work associates, etc.). The next major task for teachers to tackle is probably the integration of new technology such as multimedia delivery systems into the management skills teaching process. Although this technology promises to "reduce faculty time commitments while enhancing students' experience" (Bigelow et al., 1999, p. 370) , research findings such as those reported by Simon and Werner (1996) suggest some caution is in order in adopting it. In fact, the use and impact of multimedia delivery systems on management skills training (e.g., nature of interaction, immediate learning, and long-term application, etc.) is probably the next question facing the field of management skills education-question Number 13.
The value of this article lies not so much with the questions it raises about culture and course evaluation but the very practical answers it provides about 12 issues of concern to both neophyte and experienced instructors. Designing and guiding the process of management skills development among students looks deceptively easy. It is challenging in every way. It is incredibly difficult to create and teach an effective course such as the one described here, but it is ultimately very rewarding. In-depth skill practice proceeds from giving and receiving constructive feedback to effective listening to mediating conflict to handling angry customers to negotiation. Students practice and are expected to demonstrate observational accuracy and team leadership behavior throughout the term. Initial analysis and practice of the latter two competencies occurs immediately before, during, and after the class session focused on providing and obtaining constructive feedback. Note that negotiation incorporates 50% of the skills studied beforehand (e.g., managing time and stress, effective listening, thinking creatively, etc.).
Sample Behavioral Criteria
When mediating a conflict between two parties, the student is expected to demonstrate the following behaviors:
• Contract with the parties at the start to confirm their willingness to meet • Identify the purpose of the meeting up front • Establish, obtain agreement on, and enforce the ground rules
Everyone will be open and honest Everyone will have his or her say and be heard Everyone will listen to each other without argument or negative reaction and have a positive, caring attitude Opinions and feelings must be supported by facts and specific behavior • Listen actively
Ask questions (open and closed) Provide feedback Distinguish facts versus feelings Verify perceptions with parties
• Remain objective • Participatively identify and obtain agreement on the nature of the problem • Participatively set goals, create action plans, and obtain verbal commitment to carry out • Establish follow-up contact to ensure conflict is resolved When the team members, the class as a whole, and the instructor evaluate the skill demonstrated by a student, they compare his or her behavior as recorded on videotape against these elements. Points are assigned to each of these elements. The score a student receives for a particular skill from the instructor is a sum of the points attached to the behaviors the student demonstrated. Partial credit is possible. For example, a student may establish but fail to obtain agreement on or reinforce ground rules in which case he or she would earn partial credit for that element.
Team Leadership Behavior Criteria
After each videotaped skill demonstration and discussion session, students evaluate the team leadership behavior demonstrated by the other members on a 5-point Likert-type scale using the following dimensions: task-oriented behavior (e.g., clarifying communication, testing for consensus), available and prepared, high-quality ideas/work, offered/accepted constructive feedback, worked toward common/team goal, courtesy/tact, easy to work with, group maintenance behavior (e.g., gatekeeping, process analyzing), overall.
Final Exam
Students' responses on the final exam are evaluated in terms of the extent to which they (a) address the questions; (b) use concepts accurately; (c) identify all the managerial roles and skills exemplified by the characters in the film; and (d) recognize and discuss the impact of context (e.g., crisis situation, configuration of competencies among other actors) on the definition of what constitutes the skill required and demonstrated by the three central characters in the film.
